Longwood University

Digital Commons @ Longwood University
Theses, Dissertations & Honors Papers
4-17-1996

Perceptions of Recent Teacher Education Graduates Regarding
Their Preparation to Teach
Julie Marie Barrett
Longwood Univer

Follow this and additional works at: https://digitalcommons.longwood.edu/etd
Part of the Other Teacher Education and Professional Development Commons

Recommended Citation
Barrett, Julie Marie, "Perceptions of Recent Teacher Education Graduates Regarding Their Preparation to
Teach" (1996). Theses, Dissertations & Honors Papers. 245.
https://digitalcommons.longwood.edu/etd/245

This Thesis is brought to you for free and open access by Digital Commons @ Longwood University. It has been
accepted for inclusion in Theses, Dissertations & Honors Papers by an authorized administrator of Digital
Commons @ Longwood University. For more information, please contact hamiltonma@longwood.edu,
alwinehd@longwood.edu.

Perceptions of Recent Teacher Education Graduates Regarding
Their Preparation to Teach
Julie Marie Barrett
Longwood College

This thesis was approved by:

Running head:

TEACHER PREPARATION

l

Teacher Preparation 2

l
ABSTRACT
The purpose of. this study was to investigate how recent
graduates of a special education and an elementary education
program perceived their preparation to teach.

Sixty-five

recent graduates responded to a twenty-two item Teacher
Perception Likert-Scale questionnaire regarding their
perceptions about their education.

The results were

analyzed by calculating means for three separate indices
within the questionnaire to provide information on overall
satisfaction.

At-test

indicated no significant

differences at the .05 level for each index between special
education and elementary education graduates.

Elementary

education subjects more frequently chose "strongly
disagreed" or "disagreed" than did special education
graduates as their response on the Teacher Perception Scale.
Finally, no correlation was found between each group's grade
point average and overall satisfaction.
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Perceptions of Recent Teacher Education Graduates Regarding
Their Preparation to Teach
Public education and society have changed over the
years.

Society has changed just since the l980's.

Societal

changes are related to students dropping out, having reading
difficulties, and participating in drugs and violence
(Fishkin & Sullivan, 1993).

These societal problems may

have contributed to education reform emerging again as an
issue of importance within the last ten years.

Because

society is changing so rapidly the schools must engage in
quick reform so that students can be better served.
Numerous changes have been made in public schools since the
l980's such as curriculum modifications, teacher education
requirements, and administrative roles.

As Fishkin and

Sullivan (1993) state "reform may be better described as an
integrated effort to focus not only on the structure and
elements of the system but also to address the basic need to
modify the culture, or the belief structure, of that system"
(p. 37).

In order for reform to take place one must do more

than adjust the existing structure.

If the system is not

changed it will inevitably regress into unacceptable
routines (Fishkin & Sullivan, 1993).
According to Mullett (1992), many educators believe
education is a life long process for which everyone in a
community is responsible.

According to this belief,

l
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businesses, schools, agencies, government, and citizens
should work together to create an educational society.

The

community then becomes instrumental in assisting students to
achieve, stay in school, and refrain from using drugs or
engaging in violence.
Community involvement is a prominent idea reflected in
many perspectives of education.

In 1991 two national

organizations, The National Association of State Boards of
Education (NASBE) and the Carnegie Foundation for the
Advancement of Teaching, both recommended that communities
should:

(1) provide integrated and comprehensive services

for families and children, which include family support,
health care, and educational development programs;

(2)

expand access to parent education and involvement programs;
(3) expand access to quality early childhood education
programs; and,

(4) provide active learning environments in

primary and kindergarten grades (Mullet, 1992).

The

recommendations these reports offer are items that every
school system should take into account when attempting to
reform.
A country wide movement towards reform culminated in
the 1990's when President Bush and the nation's governors
held a two-day summit conference in Charlottesville,
Virginia, to discuss a proposed agenda on school
restructuring.

The summi.t resulted in the creation of the

national goals, that would be achieved by the year 2000 with
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the support of the citizens of the United States.

These

included: "(1) All children will start school ready to
learn; (2) The high school graduation rate will increase to
at least 90i; (3) All students will leave grades 4, 8 and 12
having demonstrated competency in challenging subject matter
including English, mathematics, science, history, and
geography; (4) U.S. students will be first in the world in
science and mathematics achievement; (5) Every adult
American will be literate and will possess the knowledge and
skills necessary to compete in a global economy and exercise
the rights and responsibilities of citizenship; and, (6) All
schools will be free of drugs and violence and will offer a
safe, disciplined environment conducive to learning" (Bush,
1992, p. 132).
These goals were announced in Bush's State of the Union
Address in January of 1990 and were welcomed by the citizens
of the United States.

However, many were skeptical of the

ambitious goals which seemed impossible to achieve (Bush,
1992).

Not only did Bush and the governors implement Goals

2000, Bush also created a strategy to meet these goals.
These strategies, called America 2000, included: (1) break
the-mold New American Schools; (2) world class academic
standards and voluntary national exams so United States
students can compete with children everywhere and their
progress can be measured;. (3) flexibility for teachers and

]

1

principals; and, (4) educational choice for families.

Many
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but not all, the states have signed with America 2000, and
the government has established the National Education Goals
Panel to measure the progress and implementation of the
program (Bush, 1992).
However, this plan did not end when Bush was not
reelected as President in 1992.

The new President, Bill

Clinton, agreed with most of America 2000 but believed there
were weaknesses among Bush's plan.

Among Clinton's

criticisms of Goals 2000 were the amount of money the
government was allocating to Bush's proposal and the
discrimination New American Schools may produce.

Clinton

felt Bush was correct, but that more thought should be given
to the "model" schools (Clinton, 1992).

However, Clinton

has continued with most of Bush's plan and now is
For example, in

establishing a reform agenda for teachers.

Arkansas, where Clinton was once governor, teachers must
pass a test in order to become relicensed (Clinton, 1992).
such testing supposedly would help in the reforming of
schools in that only the "best" would teach.
Reform of Teacher Education
Teacher education reform is an important part of
educational reform.

Although secondary teachers need to

know specific subject matter to be effective in the
classroom, elementary teachers need more.

Elementary

teachers today need to know many different subject areas and
need to have the training that will ·allow them to teach

l

J
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students effectively.

To achieve such training, according

to the Holmes Group (1986), teacher education needs to be
reformed.
The Holmes Group (1986), a committee of deans from
various research universities around the country, decided
that reform for education needed to start in the teaching of
future educators, a kind of top down approach.

The group's

goals consisted of (1) making the education of teachers
intellectually sound;

(2) recognizing differences in

teachers' knowledge, skill, and commitment, in their
education, licensure, and work;

(3) creating standards of

entry to the profession that are professionally relevant and
intellectually defensible;

(4) connecting institutions of

higher education to schools; and (5) making schools better
places for teachers to work and students to learn.

The

Holmes Group believes that higher education has a
preoccupation with covering material and using multiple
choice tests.

However, these methods do not give

undergraduates a sense of the application of information nor
do these approaches model the skills needed by future
teachers.
The Holmes Group (1986) also believes that for
education to be reformed the actual training of teachers
must change.

One suggested change includes universities

becoming partners with th.e local school systems for more
than assigning student teachers.

j

Another idea proposed by
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the Holmes Group is the abolition of education as a major
and the creation of a curriculum for undergraduates so that
they are fully informed in a variety of subject areas.

In

Texas and Virginia, for example, education is no longer
considered a major, just as the Holmes Group suggested.

In

these states one must major in another discipline while also
taking professional coursework and practica to receive a
license in education.
Stan dards an d Licensure
Licensure to teach is not a uniform requirement in
every state.

The requirements for licensure may be

different among universities and colleges within each state.
In fact, the confusion of how different states license their
teachers is one of the main problems of educational reform.
Licensure requirements are different for various teacher
training programs.

For example, regular educators must

choose whether to pursue licensure at the elementary or
secondary level.

However, students in a special education

program must choose an endorsement in one of several
categorical areas (e.g. learning disabled, emotionally
disturbed, and/or mentally retarded).

some states require

those who seek a special education license to obtain a
regular education license as well (Putnam

&

Habenek, 1993).

Although it would be convenient for every state to have the
same requirements to create a consistent profession, the
responsibility for education rests within the states by the

J
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10th Amendment of the United States Constitution.

By law,

each state has the right to develop its own curriculum and
licensure

requirements.

To get all so states to agree on

the same requirements would be impossible (Putnam & Habanek,
1993) .
Roth (1994) reveals that in some states, programs are
being initiated that do not include the university as an
appropriate place for the education of teachers.

Many

public schools are beginning to create their own teacher
preparation programs that will license those who desire to
become a teacher.

Programs such as these may reduce cost,

increase teacher supply to meet the demand, may be more
practice oriented, and may focus more directly on teaching
needs and requirements.

According to Roth (1994), such

programs may provide an increase in the status of non
traditional approaches in preparing teachers.
For special education teachers, however, standards
differ from those of regular educators.

The Council for

Exceptional Children (CEC), in 1992, adopted the Common Core
of Knowledge and Skills Essential for All Beginning Special
Education Teachers.

These standards should be used by

teacher educators to prepare future special educators (Swan
&

Sirvis, 1992).
Not only does the CEC provide educators with the Conunon

Core of Knowledge and Skills but also a Code of Ethics,
Standards for Professional Practice,· Standards for Entry
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Into Professional Practice, and Standards for the
Preparation of Special Education Personnel {Council for
Exceptional Children, 1994).

These standards include what

Special Educators should know or be willing to learn as
professionals.
Professionalism
Professionalism is a controversial topic among
educators.

Barringer (1993) found that educators have

responded with different opinions of whether or not
education should be considered a profession.

The National

Board for Professional Teaching Standards {NBPTS) has been
working since 1987 to create policies and processes to help
build teachers' professionalism.

NBPTS's findings may help

teachers begin to see how becoming a licensed professional
is beneficial to them as well as to their students.
Teachers today are being urged to demonstrate their
professionalism, by changing their methods and by learning
new ways to teach.
However, if professionalism is desired, schools need to
revise the employment process.

The infamous statement

"those who can, do; those who can't, teach", is no longer
appropriate.

Many first year teachers are employed because

of emergency situations such as a teacher shortage in a
school.

Often recent graduates are not employed for their

fresh new ideas, but rath.er to fulfill the teacher/student
ratio.

l

j

Wise and Leibbrand (1993) report that "incredibly,
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there are still those teaching in American schools today who
do not have a bachelor's degree"

(p. 134).

They also state

that professionals .like psychologists, dentists, physicians,
architects, social workers, and engineers are required to
graduate from an accredited professional program.

However,

colleges that prepare teachers are not required to be
nationally accredited (Wise

&

Leibbrand, 1993).

Accreditation and Standards
Accreditation is an important component of a teacher
education program.

Most professions have a specific

accrediting agency that requires certain standardized
criteria for institutions to become accredited.
Accreditation permits professionals to receive benefits such
as reciprocity for licensure across some states.
The National Council for Accreditation of Teacher
Education (NCATE) is a national organization that examines a
variety of teacher education programs within colleges and
unlversities to decide if they are meeting certain
standards.

The programs become NCATE accredited if the

review board finds the programs suitable.

NCATE, however,

unlike other professional accrediting agencies, is not a
requirement for teacher education programs.

In fact, from

800 to 1300 institutions of higher learning are not NCATE
accredited (Wise

&

Leibbrand, 1993).

According to Reed and LeMon (1993), institutions may
decline from becoming NCATE accredited for several reasons.

r
J
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First, people by human nature do not have the desire to be
reviewed.

Second, the large expense that is required for

accreditation activities is often prohibitive.

Another

reason for an institution to decline is the amount of time
lost from research and instruction, time some institutions
believe is needed within the classroom to educate future
teachers.

Nine years ago, NCATE revamped its review system

so more institutions would be willing to participate.

Some

of the changes that were addressed included NCATE's
structure, the length of a visit, and the specific standards
(Gideonse, 1993).
Originally, CEC adopted standards for the preparation
of special educators and helped in the development of
CEC/NCATE guidelines.
were accepted by NCATE.

In 1984, these CEC/NCATE guidelines
Over 10 years later a set of

standards has been adopted specifically for special
educators under NCATE.

This new document is called the

NCATE Curriculum Guidelines (The Council for Exceptional
Children, 1995).

Within these guidelines are general

competencies and specific skills that are found under sub
headings of learning disabled, emotionally disturbed, and
mentally retarded.

These new standards allow for

consistency in preparation across the profession of special
education (Council for Exceptional Children, 1995).
Another measure to determine the effectiveness of
particular teacher preparation programs is standardized

1
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testing.

One standardized test that purports to measure

achievement of future teachers is the Praxis series, or as
it was formerly known, the National Teachers Exam (NTE)
(Educational Testing Service [ETS], 1995).
The Praxis Series: Professional Assessments for
Beginning Teachers was formed from the input of professional
organizatipns, state agencies, and educators.

The Praxis

Series has three sections which examine the proficiency of
students before, during, and after teacher preparation
programs.

Sections include Praxis I, which is an academic

skills assessment taken by students entering college.

The

next section, Praxis II, is a two stage subjects assessment
required for all future teachers.

The first part of Praxis

II includes a traditional paper/pencil or computer based
test that includes questions in mathematics, reading, and
writing.

The second part is the Specialty Area test which

measures the student's professional understanding of a
specific area such as science, art, mathematics, or special
education.

Finally, Praxis III, called the Classroom

Performance Assessment, is an observation that is completed
in the first year of teaching by a professional observer
(Educational Testing Service, 1995).
The Praxis series, however, is not without criticism.
Moore, Schurr, and Henriksen (1991), for example, found
there was little evidence to prove that the NTE or Praxis
Series have any bearing on the effectiveness of first year

,)
Teacher Preparation 19
A college grade point average, however, was found

teachers.

to be more predictive than the Core Battery subtests of the
previous Praxis Series for teacher success.
First Year Teacher Success
Several factors are related to first year teaching
These include student teaching, college GPA, and

success.

one's teacher education program.

One factor, student

teaching, is particularly critical for future success.

Many

states require practica for students enrolled in teacher
education programs and field experiences for different areas
However, field experiences and practica may be

of study.

problematic for students when these experiences are not
supervised correctly.

Ralph (1994) suggested a program that

would help to match supervisor style with his/her supervisee
situations.

The model, known as the Contextual Supervision

Model, has steps that include determining the developmental
task, ascertaining supervisee's development level, and
matching the developmental level with the supervisor's
style.

However, many schools do not have the large number

of trained supervisors required for such a program to be
implemented.
Another student teaching supervision alternative,
explained by Giebelhaus (1994), is the mechanical third ear
device.

The device helps supervisors to give more immediate

feedback for the student's teaching.

The instrument used is

the bug-in-the-ear (BIE), which is a one way wireless device
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that helps the supervisor to communicate with the student
teacher.

The instrument allows the supervisor to give

helpful tips to the. student while he/she teaches.
Many programs today have placed more emphasis on field
experiences.

The extra emphasis on this portion of a

teacher education program is essential for success
(Johnston, 1994}.

To become a teacher, a student must have

diverse classroom experiences.

These experiences will help

a student to feel more confident about teaching.

Field

experiences will give a focused, practical, hands-on
situation that can not be received in a college classroom
(Johnston, 1994}.

Research demonstrates that the amount of

time college students spend on learning knowledge-based
information is great compared to the amount of time spent on
skill development (Reitz & Kerr, 1991).

However, for one to

teach effectively, both knowledge and skills are necessary.
Once a student graduates from an institution of higher
learning he/she may have both positive and negative
perceptions about the education he/she received.

Lyon,

vaassen, and Toomey (1989} interviewed graduates about their
teacher training programs.

Subjects who received high

grades believed they were well prepared.

However, they also

believed their courses were superficial with few
expectations.

Therefore, these subjects perceived their

high grades as not resulting in adequate preparation for
teaching.

A second outcome of the study indicated that
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field experiences were not closely supervised; therefore,
the students did not know their actual level of performance.
Lastly, the teachers believed their preparation programs did
not encourage feedback; therefore, the graduates failed to
solicit feedback from others once in a teaching position.
Although larger universities are stereotypically
thought to be schools that produce excellent teachers, small
colleges also produce the same excellence.

Davis and

Buttafuso (1994) completed a study on Randolph Macon College
in Ashland, Virginia, to prove this point.

They defined a

small liberal arts college as "one which is privately owned
and operated, has independent status, is not primarily
dependent on government funds, establishes its own criteria
for admission and retention, has fewer than 10,000 students,
and has a curriculum that emphasizes the liberal arts as a
foundation for all other professional studies" (p. 229).

In

a small college there is more cooperation among disciplines;
therefore, these teacher preparation programs are more
personal.

The personalization of these programs can be

found in small class sizes, smaller teacher/student ratios,
and extensive writing courses which provide for the
development of needed communication skills of a successful
classroom teacher.

This study proved that small colleges

are as productive for preparing teachers as are larger
universities because the whole college becomes a part of the
teacher education program.
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A teacher's first year in the field is probably the
most crucial and the hardest to complete.

Often the first

year teacher is sti.11 mastering skills and may be uncertain
of his/her success.

This stressful year commonly

discourages the first year teacher and persuades him/her to
quit the chosen occupation (Niebrand, Horn,

&

Holmes, 1992).

New teachers believe that their inexperience will prevent
them from doing their best or from being successful on the
job.

Many teachers believe they should graduate from

college knowing everything needed to teach; however, this is
unrealistic.

The mentor program, now offered for many first

year teachers, has increased self-esteem and confidence for
The program gives the new teacher guidance

the new teacher.

and solutions during the hardest year of his/her chosen
career (Niebrand, Horn,

&

Holmes, 1992).

The final question remains, how well are teacher
education programs preparing their students for the real
world of teaching?

A small liberal arts college in Virginia

once was considered the premier teaching college of
Virginia.

It evolved from a normal school to a teacher's

college and then to today's state co-educational college
classification.

If one graduated from it with an education

degree, a teaching position was almost always assured.

In

keeping with educational reform agendas, however, students
can no longer major in education.

Students must now major

in one of the liberal arts or sciences and receive a license
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in elementary education (NK-8), secondary education, or
special education ·(mild/moderate LD, ED, MR NK-12) .
The college now consists of about 3400 students who can
attain degrees from three schools: Business, Education and
Human Services, and Liberal Arts and Sciences.

A student

may attain a teaching license by taking certain education
courses along with his/her major courses (e.g. Math,
Biology, Liberal Studies, etc.).

Students wishing to become

licensed as a special educator must enroll in a five-year
program.

The program, in the past, required students to

earn a Bachelor of Science Degree in Psychology {four years)
after which students could earn a Master of Science Degree
in special Education {a fifth year).

However, the program

has been changed requiring students to enroll in an
undergraduate Liberal Studies program instead of Psychology.
The purpose for this change was to provide future educators
with a large array of content knowledge similar to that of
the regular educator.
The college has many positive aspects to its teacher
preparation program.
in need of addressing.

However, several problematic areas are
Two of these areas are the balance

between theory and practice in college coursework and how
the field experiences are supervised.

The purpose of this

study, therefore, is to discover the perceptions of recent
graduates of this teache� education program regarding their
preparation to teach.
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Method

Subjects
For the purpose of this study recent graduates were
operationally defined as any student who graduated from the
targeted college between 1994 and 1995.

The subjects for

Group 1 consisted of the 1994-1995 psychology graduates with
a license to teach in elementary education {NK-8).

The

subjects for Group 2 consisted of the 1994-1995 graduates
from a Psychology/Special Education Five-Year program with a
license to teach in special education {NK-12).

Instrument
A two-part questionnaire was constructed {See Appendix
B for questionnaire).

The first part of the questionnaire

obtained demographic information from the subjects regarding
their licensure, teaching position, and grade point average
{GPA}.

The second part of the questionnaire measured the
degree to which first and second year teachers believe their
teacher education program provided them with the information
needed to be successful.

The questions also measured how

well they believed they were prepared for instructional
methodology in the classroom.

The Teacher Perception

questionnaire used a Likert-Scale on which responses ranged
from 4 (strongly agree} to 1 (strongly disagree).

The

instrument was constructed by the researcher and field
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tested with a random sample of special education and
elementary education students before administration to the
subjects of the study.
Design and Procedure
Subjects received the questionnaire in early February,
1996, and were asked to return it to the researcher within
fourteen days.

The questionnaire and cover letter (See

Appendix A) was mailed directly to the subject's home
address with a self-addressed stamped return envelope.

At

no time were the names of the subjects, schools, or school
divisions requested as part of the questionnaire.

The

questionnaires, once returned, were separated into special
education and elementary education categories.
Data Analysis
Descriptive statistics were used for the demographic
information on Part I of the survey.

On Part II, a t-test

for independent samples was calculated to determine any
differences between the means of the two groups on separate
indices at a .OS level of significance.

A Pearson-R was

also calculated between the subject's overall satisfaction
and their GPA.

Finally, a

was calculated to compare

special education and elementary education on the three
levels of satisfaction (i.e., high, medium, and low).

j
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Results
Demographic Data
A total of 112 questionnaires were mailed to 1994-1995
psychology graduates with a license to teach in either
elementary education or special education.

Of the 112

questionnaires sent, 31 were mailed to special education
graduates and 81 to elementary education graduates.

All

graduates from 1994-1995 with these specifications were
surveyed.
Twenty-three of the 31 (74.19%) special education
graduates surveyed returned the questionnaire and 43
(53.09%) of the 81 elementary education graduates surveyed
returned the questionnaire.

Thirty-four percent of the

overall sample was special education and 66% of the overall
sample was elementary education.

Of the 23 special

education surveys returned one was incomplete; therefore,
the survey was discarded from the study.

Five other surveys

were returned undelivered due to insufficient mailing
addresses. Therefore, the overall response rate, for the
entire sample surveyed was 63.39%.

The total usable survey

response was 58.04% (65 returns out of 112 sent).
Ninety-five percent of the sample of special education
subjects obtained teaching positions and 74% of the
elementary education subjects obtained positions. Therefore,
81% of the total sample had secured ·positions(See Figure 1).
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Teacher Perception Scale
The Teacher Perception Scale questioned both groups of
graduates concerning their perceptions about their college
education.

Scores on the Teacher Perception Scale were

computed for each subject with possible scores ranging from
22-88.

The subjects who were more satisfied with their

education tended to answer "strongly agree" or "agree" on
the scale, whereas those who were not as satisfied chose
"disagree" and "strongly disagree" as answers.
The questionnaire responses were broken into three
indices: Factors Internal to the Department, Theoretical
Foundations of Education, and the Applied Skills acquired.
The separate index scores for indices one and two ranged
from 7 to 28.

For index three the total scores could range

from 8 to 32.

The difference in ranges occurred, in part,

because of the number of questions found in each index.

To

find the score for each index, the questionnaire was broken
down into the different indexes by what the question stated.
For example, if the question asked about a specific
department then the question was classified as index 1.

If

the question asked about how the student was taught in the
classroom then the question was classified as index 2.
Finally, if the question asked about the student teaching or
practica experiences then it was classified under index 3.
. ndex for each group can be found
The mean scores for each i
graphically in Figure 2.

A t-test for individual samples
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was conducted to determine if there were any differences
between the means on the three separate indices for special
education and elementary education.

On all three indices

there were no differences significant beyond the .05 level
(See Table 1).
Subjects were categorized as having high (67-88),
medium (44-66), or low (22-43) overall satisfaction.

This

score was obtained by calculating the sum of each subject's
responses given on each questionnaire to find an overall
satisfaction (See Figure 3).
A

analysis was conducted to determine differences

between special education and elementary education graduates
on overall satisfaction.

Of the total sample (N=65), 63.6%

of the special education subjects were in the high overall
satisfaction group and 36.4% were in the medium overall
satisfaction group.

Thirty percent of the elementary

education graduates were found to be in the high overall
satisfaction group and 69.8% were in the medium overall
satisfaction group.

No subjects scored low on their overall

satisfaction. (See Table 2).

There was a significant

difference at the .OS level for overall satisfaction between
the two groups for both the high and medium ranges with a
value of 6.69.

The special education group perceived

themselves to be more satisfied than the elementary
education subjects.
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A correlation coefficient was calculated to see if
there was a relationship between total satisfaction on all
three indices and average GPA for elementary education and
special education.

No significant relationship was observed

between elementary education, special education, and GPA
(r=.21, p>.01, N=61).

Also, no significant relationship was

observed for the elementary education subjects' level of
satisfaction and their GPA (r=.02, p>.01, n=41), nor was a
significant relationship found for special education
subjects' level of satisfaction and GPA (r=.31, p>.01,
n=20).
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Discussion
The purpose of this study was to determine if recent
graduates with a license to teach in elementary education
and recent graduates with a license to teach in special
education felt prepared to teach.

The subjects' perceptions

on factors internal to the psychology, special education,
and elementary education departments (Index 1) were
addressed from questions pertaining to these specific
departments.

Index 2 included a satisfaction score from

questions that directly obtained information about course
content and was labeled theoretical foundations of
education.

Finally, the third index addressed certain

questions that concerned the application of skills in the
student teaching experience.

These indices were part of a

two-part questionnaire that was developed by the researcher
to obtain demographic information and subjects' perceptions
about their preparation.
Results of the study suggested that graduates from the
past two years (1994 and 1995) felt adequately prepared to
teach.

No subject reported low overall satisfaction with

either the special education or· elementary education
program.

Question number two "The guidance and counseling I

received from faculty in the Department of Education,
Special Education, and Social Work was adequate" received
more negative responses f�om the elementary education group
than the special education graduates.

j

Perhaps the
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question's score was lower for the elementary education
students because they did not have an advisor in the
Department of Education but instead had an advisor from
Psychology.

This difference between elementary education

and special education may have changed the overall scores
for satisfaction on the Internal to Department Index.
In the demographic section of the questionnaire
subjects were asked if they were employed as a teacher and
for how long they had been employed.

As seen in Figure 1,

4.55% of the special education graduates and 25.58% of the
elementary education graduates failed to obtain a teaching
position.

These statistics may suggest that supply and

demand for the two groups is quite different.

Elementary

educators are relatively numerous with few positions open in
the field, whereas special educators are rare with many
positions available.

In addition, those subjects who had

obtained a position seemed more positive about their
education than those who had not received a position.

This,

too, may have changed the overall satisfaction results to be
higher or lower depending on the respondent's position
status.
Scores also may have been reported either high or low
depending on the subject's dedication and involvement while
attending the institution.

The overall satisfaction score

may have been higher or more positive than others if the
subject was very involved in extracurricular activities

r1
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However, if

while in school.
i nvolved

wi th

t he

instituti on,

the

subject was no t as

then

a more negative response

or lower overall sa.ti sfaction score may have been reported.
Moore, Schurr, and Henriksen (1991) s tate

that

a

student's college grade point average is more predicti ve of
teacher success than the Core Battery subtes t of the Praxi s
Series.

According to this study, however, a student's GPA

was not predic tive of his/her success or satisfaction.

By

observation, those with a lower GPA had obtained positions
and were satisfied just as much as those who had a higher
GPA and had obtained a position.

Also, the subject's GPA,

whether high or low, did not seem to change his/her
perception of education.
Lyon, Vaassen, and Toomey (1989) suggested

that

subjects who received high grades believed they were well
prepared for a teaching position but that the con tent of
their classes was superficial.

Therefore, they perceived

their high grades as not resul ting in adequate preparation
for teaching.
of

the

In the current study, however, the majority

subjects, both those who received high grades

resulting in a high GPA as well as those wi th a lower GPA,
perceived themselves as adequately prepared for teaching.
According to the Holmes Group {1986), teacher education
programs should become par tners with the local school
systems for more than assigning student teachers.
also states

t ha t

The group

education as a major field of study should

Teacher Preparation 33
be abolished and recommends that undergraduate curriculum
include a wide variety of content areas.

These ideas have

now been incorporated into the teacher programs of the
college from which these subjects graduated.

The college

does have contact with the local schools, education as a
major no longer exists, and the curriculum includes a
variety of content areas.

Unfortunately, this study did not

contain any subjects who graduated under the new curriculum,
liberal studies, which could have decreased the percentage
of those not as satisfied for the Applied Skills Index.
Results indicated that many of the recent graduates
with a license to teach in elementary education and special
education did not find their student teaching and practica
experiences to be satisfactory.

Johnston (1994) suggests

that students must have diverse classroom experiences.
These experiences will give the students more confidence
about their future teaching endeavors.

The subjects, in the

study at hand, did receive a variety of practical experience
but believed that too much theoretical information was
taught in their classes.

The subjects reported that more

skills needed to be taught in the classroom that could be
applied in their field placements.
Davis and Buttafuso (1994) maintained that there is
more cooperation among disciplines in small colleges and
their programs are more personal.

These findings can be

applied to the current study because of the size of the
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institution where the graduates received their education.
The college is relatively small and, therefore, the programs
are also relatively. small.

However, the elementary

education students did not get as much individual attention
as those in special education, due to the number of students
enrolled.

These differences in individual attention could

be a reason why the elementary education means on the index
for factors internal to department were not as high as those
in the special education program.
Limitations of Study
Although a large number of subjects returned their
questionnaire, a better return rate would have increased the
sample size and improved the study.

Another limitation was

the number of surveys which had to be discarded.
Unfortunately, one survey returned had to be discarded
because the subject was an exchange student teacher;
therefore, questions regarding student teaching supervisors
were not answered.

Five others were returned undelivered

due to insufficient addresses, and four did not include the
GPA.

Finally, another problem that might have affected the

results was the subject's truthfulness in answering the
questions.

If a subject was not truthful on the

questionnaire, the results may have been curved to show that
students were more satisfied than they actually were.
The instrument was researcher-developed and only
surveyed recent graduates with a Bachelors in Psychology and

]
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a license to teach in elementary education or special
education.

In addition, the two groups differed in that the

special educators all held Master's degrees.

The study may

have been more valid if it could have included subjects from
more graduation years.

Also, the study was conducted on

subjects who were taking classes during a time when the
departments involved were inadequately staffed, and the
number of majors was quite high.

This could have easily

been a factor in the lower overall scores.
Future Research
Future suggestions for research include a study
comparing the liberal studies program for elementary
education and special education.

Another study could

compare the psychology majors to the liberal studies majors
in one or both areas of elementary education and special
education.

Another idea could be to conduct the study at

other colleges and universities which offer the same types
of programs.
In conclusion, recent graduates with a Bachelors degree
in Psychology and a license to teach in elementary education
or special education were satisfied overall with the
education they received.

There was a difference between

the overall satisfaction for the special education and
elementary education groups.

The three indices, which

included: Factors Interna.l to Department, Theoretical
Foundations of Education, and Applied Skills, created the
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overall satisfaction for each subject.

Therefore, the

differences in the satisfaction on each index provided
information on possibilities of why subjects were or were
not satisfied overall.

For example, special education

subjects were probably more satisfied on the index for
theoretical information because of the extra year and
experience of a master's program.

Also, special education

subjects scores on the applied skills index may have been
higher than the elementary education subjects because of the
specific courses that were offered to special education
students (i.e. behavior management, assessment, and
characteristics of students with disabilities).

However,

with or without a Master's degree the subjects all appeared
to be successful because of the training they received to
become educators.

J

Teacher Preparation 37

References
Barringer, M. D.

How the national board

(1993).

builds professionalism.

Educational Leadership. 50(6), 18-

22.
Bush, G.
in education.

(1992).

A revolution to achieve excellence

Phi Delta Kappan. 74(2), 130-133.

Council for Exceptional Children.

(1994). �

standards for professional practice in special education.
CEC Policy Manual, Section Three, part 2.
Council for Exceptional Children.
NCATE Curriculum Guidelines.
publication. Reston, VA:
Clinton, B.
in education.

(1992).

Reston, VA: CEC.

(1995).

Proposed

Manuscript submitted for

CEC.
The Clinton plan for excellence

Phi Delta Kappan. 74(2), 131-138.

Davis, B. M., & Buttafuso, D.

A case for the

(1994).

small liberal arts colleges and the preparation of teachers.
Journal of Teac her Education, 45(3), 229-235.
Educational Testing Service.

The Praxi s

(1995).

se ries r egis tration bulletin, [Brochure].

Princeton, NJ:

ETS.
Fishkin, A.
special education

s.,

& Sullivan, M.

(1993).

Reforming

(Report No. RC 019-153) West Virginia

Graduate College, Institute, WV. (ERIC Document Reproduction
Service No. ED 358 985)

Teacher Preparation 38
(1993).

Gideonse, H. D.

Appointments with ourselves:

A faculty argument.for NCATE.

Phi Delta Kappan. 75(2), 174-

180.
Giebelhaus, C. R.

The mechanical third ear

(1994).

Journal

device: A student teaching supervision alternative.
of Teacher Education, 45(5), 365-373.
(1986).

Holmes Group.
of the Holmes group.

s.

Johnston,

Tomorrow's teachers: A report

USA: Author.

(1994).

Experience is the best teacher;

or is it?

An analysis of the role of experience in learning

to teach.

Journal of Teacher Education. 45(3), 199-208.

Lyon, G. R., Vaassen, M.,

&

Toomey, F.

(1989).

Teachers' perceptions of their undergraduate and graduate
preparation.

Teacher Education and Special Education,

12(4), 164-169.
Moore, D., Schurr, K. T.,

&

Henriksen, L. w.

(1991).

Correlations of national teacher examination core battery
scores and college grade point average with teaching
effectiveness of first year teachers.

Educat ional and

Ps ycho logical Measurement, 52(4), 1023-1028.
Mullett,

s.

(1992}.

community education: A foundation

for educational reform in Ohio (Report No. MF0l)
Charlottesville, VA: University of Virginia Midatlantic
Center for Community Education. (ERIC Document ED 344 067)

.1

Teacher Preparation 39
Niebrand, c., Horn, E.,

&

Holmes, R.

(1992).

Insecurity, confusion: Common complaints of the first year
teacher.

NASSP- Bulletin, 76(546), 84-89.

Putnam, M. L.,

&

Habanek, D. v.

(1993).

A national

survey of certification requirements for teachers of
students with mild handicaps: States of confusion.

Teacher

Education and special Education, 16(2), 155-160.
Ralph, E. G.

(1994).

Helping beginning teachers

improve via contextual supervision.

Journal of

Teacher

Education. 45(5), 354-363.

Reed, C. B.,

&

LeMon, R. E.

(1993).

Questions and

answers regarding accreditation and colleges of education.
Phi Delta

Kappan.

Reitz,

75(2), 110-173.

A. L.,

&

Kerr, M. M. (1991).

Training

effective teachers for tomorrow's students: Issues and
recommendations.

Education and Treatment of Children.

14(4), 361-370.

Roth, R. A.
teachers?

(1994).

The university can't train

Transformation of a profession.

Journal

of

Teacher Education, 45(4), 261-268.
swan,

w. w.,

&

Sirvis, B.

(1992).

The CEC common core

of knowledge and skills essential for all beginning special
education teachers.
16-20.

Teaching Exceptional Children. 25(1),

Teacher Preparation 40
Wise, A. E.,

&

Leibbrand, J.

(1993).

Accreditation

and the creation of a profession of teaching.
Kappan. 75(2), 133-l57.

j

Phi Delta

Teacher Preparation 41

APPENDIX A
COVER LETTER
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February 7, 1996
Julie M. Barrett
Longwood College
Box 59
Farmville, VA 23909
To whom it may concern:
My name is Julie Barrett and I am completing my Masters
thesis in the Special Education program at Longwood College.
I am conducting my study on how recent graduates perceive
they were prepared to teach. If you would take some time
out of your busy schedule to answer both sides of the
questionnaire it would be much appreciated. Participation
in the study is voluntary and the results are confidential.
Neither your name nor any identifying information will be
used within the study. There is a self-addressed stamped
envelope enclosed for the return of the survey. Please
return the survey by February 21, 1996.
Thank you for your time.
Sincerely,

Julie M. Barrett
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APPENDIX B
TEACHER PERCEPTION SCALE
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PART I (Demographics)

Please answer the following questions.
1. What are you licensed to teach?
__special education
__elementary education
2. Have you obtained a teaching position?
Yes
to number 4.

If no, then skip
No

3. When did you begin your teaching position?
Month---------------Year------4. What was your date of graduation and your final
cumulative GPA?
5. What is the highest degree you have obtained?
6. Did you decide to use your education in another field
besides teaching? If so, what was your choice?
PART II

Please circle the choice that you feel best agrees with the
statement (SA-strongly agree, A-agree, D-disagree, so
strongly disagree)

(

J

1. The advisement and counseling I received from
the Psychology department was adequate . . . . SA

A

D

SD

2. The guidance and counseling I received from
faculty in the Department of Education, Special
SA
. .
Education, and Social work was adequate

A

D

SD

3. Field experiences enabled me to put theory
. SA
. . . .
. .
into practice . . .

A

D

SD

4. My student teaching supervisor visited me
. .
adequately during my placement

SA

A

D

SD

5. My student teaching supervisor gave me
specific feedback at each visit . .

SA

A

D

SD

6. My GPA gave me reason to believe that I was
. . . . . . .
.
prepared for teaching

SA

A

D

SD

7. I believe that my professors in the Department
of Education, Special Education, and Social Work
were competent . . . . . . . . . . . . . . . . SA

A

D

SD
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8. I believe that my professors in the Psychology
.
Department were competent
SA

A

D

SD

9. The knowledge I received in my teaching
courses was adequate

SA

A

D

SD

10. The knowledge I receive in my teaching
courses was relevant

SA

A

D

SD

11. In the classes I took, I believe that I
received enough theoretical information

SA

A

D

SD

12. In the classes I took I believe that I
.
received enough practical skills

SA

A

D

SD

13. My professional education courses developed
my ability to deal with the affective area
(student's needs, feelings, and values)
SA

A

D

SD

14. The Department of Education, Special Education,
and Social Work faculty used appropriate
SA A
learning materials in their classrooms .

D

SD

15. The teaching program taught me to organize
.
and use daily lesson plans effectively

SA

A

D

SD

16. The teaching program taught me how to use a
SA
variety of procedures and methods to teach

A

D

SD

17. I was prepared to effectively diagnose
learning problems in students .

. SA

A

D

SD

SA

A

D

SD

19. I was prepared to assess classroom situations
. . SA
and make appropriate daily decisions

A

D

SD

20. The teaching program prepared me for
recognizing differences in the needs, attitudes,
. . . . . . SA
.
and interests of students

A

D

SD

21. My courses taught me to how to stimulate
. . . .
critical thinking in the classroom

SA

A

D

SD

. SA

A

D

SD

18. I was prepared to participate in or
conduct parent, student, or school conferences
. . . . . . . . . . .
(including IEP's)

22. I was prepared to implement different
types of behavior management systems in the
. .
. .. . .
classroom . . . . .
Additional CoDDDents:
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TABLES
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TABLE 1
T-Test for Independent Samples By Classification
ELEMENTARY EDUCATION

INDEX

SPECIAL EDUCATION

�

l*

20.74

2.97

7

43 .45

22.14

2.55

7

22

.54

2**

20.51

2.69

7

43 .41

20.77

3.11

7

22

.66

3***

22.67

3.43

8

43 .52

24.05

3.44

8

22

.73

MEAN DIFFERENCE

*

-1.39

** -.26
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TABLE 2

Percentages of Sample in Each satisfaction Range
ELEMENTARY EDUCATION

SPECIAL EDUCATION

OVERALL
SATISFACTION·
SCORE
67-88 (High)

30.2

63.6

44-66 (Medium)

69.8

36.4

22-43 {Low)

00.0

00.0
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FIGURES

FIGURE. 1
TEACHING POSITIONS
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